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A STUDY-SUPPORT PROGRAM FOR HIGH-RISK, BLACK COLLEGE FRESHMEN
ENROLLED IN A GENERAL PSYCHOLOGY COURSE
Angela M ichelle W illiam s, M.A.
Western Michigan U n iv e rs ity , 1987
As a re p lic a tio n of Jackson's (1984) work, th is research compared
the performance of three groups of college freshmen.

The groups

consisted o f black, h ig h -ris k students who v o lu n ta rily enrolled in a
study-support group because of th e ir i n i t i a l quiz scores.

The support

program required required the students to study each week's psychology
objectives

in four smaller segments,

week's m aterial at once.
the

students'

performances.

rather than studying a ll

the

The assumption was tha t th is would increase

contact w ith

the

study m aterial

An ABA design was used.

and

improve th e ir

The p a rticip a n ts

in

the

support program received higher quiz scores and fin a l grades than the
students who chose not to p a rtic ip a te ,
re s u lt of confounded variables.

but th is may have been the

There was no difference between

the study-support and the control group without the opportunity to
volunteer.
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CHAPTER I
INTRODUCTION
Researchers have specified many factors tha t decrease the
lik e lih o o d of success in in s titu tio n s of higher education.

Proposed

causes fo r low success range from in s u ffic ie n t time allocated to study
preparation (Dean, M alott, & Fulton, 1983; Jager, 1984; Raaheim, 1984)
to socio-psychological fa cto rs such as alien atio n (Suen, 1983).
Success in th is context means tha t the student completes the
requirements fo r the degree while maintaining a grade-point average
(GPA) of at least 2.0.

Success also means the completion of these

requirements w ith in fiv e years.
The present study was developed to compensate fo r a sp e cific
behavioral d e fic it that some students have.

Many students f a i l to

contact the relevant study m aterial at a ll or in enough time to
properly prepare fo r an exam.

I t is noted in previous studies that

when self-management techniques were implemented, an increase in
academic performance was noticed.

The study-support program was

implemented in order to evaluate it s effectiveness in increasing the
academic performance of h ig h -ris k , black college students in
p a rtic u la r and h ig h -risk students in general.

The program was

in itia te d to increase the lik e lih o o d that the students would achieve a
G.P.A. o f 2.0 or above in a general psychology course.

This would,

therefore, increase the lik e lih o o d th a t the students would remain in

1

-

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

good academic standing w ith the u n iv e rs ity by achieving an overall
grade-point average of 2.0.
As indicated e a rlie r, researchers have begun to study the
variables which lead to high a t t r i t i t i o n rates, such as not enough
time allocated fo r study preparation and the alienation mentioned
above.

Researchers have begun to develop programs that w ill lead to

increased re tentio n of black students in p a rtic u la r and a ll students
in general fo r periods long enough to graduate fiv e years a fte r
beginning college.

But Gosman, Dandridge, N ettles, and Thoeny (1983)

questioned whether retention programs and counseling programs designed
especially fo r black students would increase the lik e lih o o d of
retentio n and the follow ing of progression patterns; th a t is ,
advancement to sophomore level in the second year, ju n io r level in the
th ird year, etc.

Gosman et a l. , (1983) suggested that more

u n iv e rs itie s should engage in active research on the variables related
to re te n tio n .

They collected inform ation from several types of higher

education in s titu tio n s (la rg e , predominantly white in s titu tio n s , black
public u n iv e rs itie s , and p riva te u n iv e rs itie s ).

They collected

drop-out percentages, graduation percentages w ithin four or fiv e years
and overall progression rates of black and white students entering
u n iv e rs itie s from 1975 to 1981.

Through th e ir research, the authors

found i t u n lik e ly that race alone was a predictor of low performance
and poor progression rates.

Family income and low SAT scores were

b e tte r predictors of a t t r it io n and poor progression rates.

The

authors suggested that specialized retentio n programs should,
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th e refore , be designed around the s p e c ific de ficiencies each
in s titu tio n finds to be d ir e c tly related to the performance of its
students.

The authors stated that low SAT scores may be b e tte r

predictors than race of low performance demonstrated by students
enrolled in u n iv e rs itie s .

However, researchers must be careful not to

expect that developing programs th a t w ill increase the students' SAT
scores w ill necessarily increase th e ir academic performance.
Low academic performance by black students in p a rtic u la r and
students in general has been a problem on college campuses fo r some
time.

Because of th is , several systems have been designed and

implemented to increase students' academic performance.

Green (1982)

studied procrastination in six black college freshmen enrolled in a
reading improvement class.

P rocrastination was defined generally as a

fa ilu r e to in it ia t e or complete a task or a c tiv ity by a predetermined
time ( E llis & Knaus, 1977).

Each of the students in Green's study was

admitted to college through a special admission program fo r economi
c a lly and academically disadvantaged black students.

He hypothesized

th a t self-m onitoring plus self-rew ard would increase academic
behaviors and decrease related procrastination be tter than s e lf
monitoring alone.
c ra s tin a tio n .

He studied academic behaviors in comparison to pro

The academic measures were the fo llo w in g :

Number of

days of class attended on time; percentage of assignments completed on
tim e; and the number of minutes spent studying.

The measures fo r pro

cra s tin a tio n were number o f minutes la te , days tasks postponed, and
days studying postponed.

For a ll of the academic behaviors,
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performance increased.

For each of the measures o f procrastination,

performance decreased.

The re su lts yielded s ta tis tic a l significance

at the .01 le v e l, which indicate that self-m onitoring plus self-reward
produced s ig n ific a n tly higher grades than self-m onitoring alone.
Class quiz scores increased from 24% in baseline, to 31% in s e lf
m onitoring alone; but when self-reward was added to the treatm ent,
class quiz percentages increased to approximately 76%.

However, there

were no control data, such as those which could be obtained during
re versa l, to ru le out the p o s s ib ility tha t the students' improvement
was due to confounding variables rather than the treatment, s e lf
monitoring plus self-rew ard.
K elley and Stokes (1982) evaluated the e ffe cts of a performance
contracting procedure th a t students and teachers used to increase aca
demic p ro d u c tiv ity .

The p a rticip a n ts were 13 high school drop-outs,

ranging in age from 16 to 21 years, enrolled in a vocational/educa
tio n a l tra in in g program fo r disadvantaged youth.

Kelle.v and Stokes

concluded that contracting fo r academic p ro d u c tiv ity and rewards
increases the academic performance of students.

They believed tha t

measurable behavior or response products such as increased scores on
reading tests followed by contingent d e liv e ry of praise was e ffe c tiv e
in increasing academic performance.

They stated th a t attempts to in

crease nonmeasurable behaviors of students (such as attention) were
not very e ffe c tiv e fo r improving th e ir academic performance.

During

baseline, the students were paid $2.35 fo r each hour they attended
school.

During contracting conditions, students were paid contingent
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on contract fu lfillm e n t of academic p ro d u c tiv ity goals set by mutual
agreement between the students and the teachers.

The students

averaged 20 items correct in various academic courses such as mathema
tic s and English during baseline.

During contracting procedures, the

average increased to 65 items correct.
Hudesman, Avramides, and Loveday (1983) u tiliz e d academic
contracting and semi-structured counseling interview s which focused on
academic as well as nonacademic concerns.

They hypothesized tha t

students w ith in the counseling framework tha t included an academic
agreement and periodic in vid id u a l meetings would have higher GPA's
than those students who were offered the same services in a less
structured environment.

The p a rtic ip a n ts were 48 community college

students (85% m in o ritie s ) with GPA's less than 2.0 fo r at least two
semesters.

The students met with counselors a minimum of three times

w ith in the academic semester.

During tha t time, students and counse

lo rs reviewed a ll te s ts , lab reports, and homework assignments.

The

te sts and lab reports were used to aid the counselor in evaluating
such variables as the students' level of performance and study s k ills .
The re su lts showed an increase in the GPA's of the experimental group
fo llo w in g the review session while the control group without the
counselor attentio n GPA's remained the same.

However, several v a ria 

bles may have confounded the re su lts of th is study.

The students

volunteered to p a rtic ip a te and th is alone may be responsible fo r the
differences between the two groups.

Also, on the basis of work in the

Center of Self-Management with s im ila r students, Yancey (1983) and
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Jager (1984) not&d the importance of s t r ic t , s p e c ific point
contingencies on grades and weekly meetings in improving and maintain
ing s a tis fa c to ry academic performance.

Therefore, considering that

contracting only occurred three times a semester, s ta tis tic a l s ig n if i
cance is u n lik e ly .

The authors did not state whether improvement was

strong enough to warrant counseling sessions.
F if t y percent of a ll in s titu tio n s of higher education and 75% o f
a ll four-year public u n iv e rs itie s have established learning centers
th a t o ffe r services fo r improving reading e ffic ie n c y , w ritin g a b ilit y ,
and study s k ills (S u lliv a n , 1979).

Berhman, Dark, and Paul (1984)

suggested tha t only lim ite d changes are brought about by many learning
s k ills inte rven tions.

They suggested th is was because of the

fo llo w in g :
1.

The selection o f these programs has not been based on

fin d in g s of em pirical in v e s tig a tio n .
2.

Long-term e ffe c ts of these programs on students' academic

performance have not been adequately examined and documented.
3.

There has been l i t t l e

study of the e ffe c t o f separate

features of the s tu d y -s k ills package or th e ir possible in te ra ctio n s,
and e xistin g research has mixed re s u lts .
The authors, therefore, studied the e ffe c ts of a structured
le a rn in g -s k ills intervention on long-term academic performance.

The

p a rtic ip a n ts were 75 entering freshmen who v o lu n ta rily enrolled in and
subsequently completed a le a rn in g -s k ills course during the f a ll of
1979.

They matched a con trol group of 75 freshmen according to high
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school GPA's and’ ACT's.
150 students.

Data were collected fo r three years on the

At the end of the f i r s t year, the learning s k ills group

had a higher GPA than the control group.

Following the end of three

years, the learning s k ills group had a higher number of students re
tained at college, but the average GPA was higher in the control
group.

The authors indicated no s ta t is tic a l sig n ifica n ce .

more, there were some flaw s.
not randomly assigned.

Further

The main flaw was tha t the subjects were

Even though they were matched by GPA's and

ACT's, they may not have been matched to more cru cia l variables fo r
the tendency to do what i t takes to succeed.

One group of h ig h -ris k

students did not volunteer to p a rtic ip a te in the academic s k ills pro
gram though evidence would suggest tha t they needed i t .

Therefore,

the students in that group might be less lik e ly to do what i t takes to
succeed in college.

This variable alone might account fo r the d if f e r 

ence between the two groups rather than the e ffe cts of the academic
s k ills program it s e lf .
To fin d a le a rn in g -s k ills in te rve n tio n th a t is successful in
increasing the academic' performance of students, many researchers have
chosen to implement several components simultaneously.

Once the set

o f components has been proven to be successful, fu rth e r research can
elim inate certain components from the set to fin d the most e ffe c tiv e
single component fo r improving academic performances.

For example,

Jackson (1984) implemented a supplemental study-support system fo r
black students interested in improving th e ir weekly quiz scores in
general psychology.

The program was designed to assist h ig h -ris k
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black students who were admitted to the u n iv e rs ity on academic
probation because of poor high school achievement in college prepara
to ry courses.

The students were admitted to the u n iv e rs ity through a

special program called the Martin Luther King Program (MLK).

The con

t r o l group in Jackson's study consisted of both MLK and other black
students who had not entered the u n iv e rs ity on academic probation.
Jackson u tiliz e d many variables such as behavior contracting, fla s h 
cards, peer tu to rin g , and team competitions to improve the grades the
students would achieve in general psychology.

The results of his

study indicated a s t a t is t ic a lly s ig n ific a n t s u p e rio rity in weekly quiz
scores of the study-support group over the " tra d itio n a l" group
enrolled in general psychology.

Seventy-two percent of the students

in the study-support group obtained a fin a l grade of B or higher com
pared to 41% of the students not enrolled in the study-support group.
There was a methodological weakness in the study in that students
were not assigned randomly but entered the study-support group by
s e lf-s e le c tio n .

That is , highly motivated students could have joined

the support group, thus accounting possibly fo r extraneous variables
in d ic a tin g successful re s u lts .
Although a number of researchers have addressed the problems of
academic deficiency, few i f any successful programs have been conclu
s iv e ly demonstrated at the college le v e l.

The academic deficiencies

among students is a concern at Western Michigan U n ive rsity, but the
a t t r it io n rate continues to remain high (see Table 1).
The dismissal data fo r the various groups of freshmen are
presented to show the magnitude o f.th e a t t r it io n problem on W.M.U.'s
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campus.

A large percentage of students in the Martin Luther King

Program are placed on academic probation (AP) and continued probation
(CP) fo llo w in g w inter semester.
Table 1
A ttr itio n Rate at Western Michigan U niversity
Winter
Regular
Admissions
Semester
Freshmen
Black

MLK
Freshmen

White

MLK
on

Admissions

CP/AP

Year

N

%

N

%

N

I

N

%

1982

21/89

24

460/1,917

24

24/98

24

34

35

1983

38/105

36

460/2,008

23

21/106

20

21

20

1984

40/148

27

511/2.036

25

26/112

23

14

13

1985

59/161

37

615/2,126

29

29/122

24

26

21

J.E. Asher (Personal Communication, August 13, 1986)
These students have fa ile d to reach the required minimum GPA of
2.0.

These data were shown to be tter present the tru e percentage of

students with academic deficiencie s in the Martin Luther King program.
I f the percentages are added together, i t shows that over hald of the
students admitted to the u n iv e rs ity through the summer program (MLK)
continue to have l i t t l e chance of success in college follo w in g w inter
semester.
The techniques of the present study were based on the e a rlie r
study by Jackson (1984).

The present study d iffe rs from Jackson's in
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several ways.

The f i r s t change was changing the assignment of

students in the support group and the control group.

Although in both

studies, the students volunteered to p a rtic ip a te in the support group,
Jackson used both MLK and nonMLK students in his support and control
group, whereas the present study used only MLK students in the support
group along with two separate control groups—one of MLK and one of
nonMLK students.
was nine.

The number of s ta ff used in Jackson's (1984) study

There were only six s ta ff members in the present study.

In

both studies, the students were responsible fo r re c itin g 100% o f th e ir
flashcards

c o rre c tly to receive a ll of th e ir points that day in

Psychology

397.

Theexperimenter in the present study addedan extra

requirement that students should state a ll of the flashcards in a pre
determined

amount of time to receive a ll of th e ir points fo r that day.

Also, an additional incentive system was used.

This incentive system

enabled students who had s a tis fie d the requirements of the course
(re c itin g 100% of th e ir flashcards c o rre c tly and in time, the f i r s t
out of two chances) to leave the class (Psychology 397) e a rly.
F in a lly , the present study added a th ird phase (return to baseline) to
b e tte r evaluate the effectiveness of the procedure.

The Jackson study

(1984) only had baseline and support-group phases.

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

CHAPTER II
METHOD
Subjects
Study-Support Group
The subjects were 18 black freshmen in the MLK program enrolled
in Psychology 397.

In the Winter semester of 1986, a study-support

course offered fo r one c re d it-h o u r.

This course was taken in conjunc

tio n with a special section of a th ree-cred it-ho ur general psychology
course, a section offered to black students.

The students volunteered

to take th is p a rtic u la r section, and they were informed that a onecre d it-h o u r course was a support-section designed to assist them in
obtaining a higher grade in general psychology.
Eight males and 10 females were enrolled in the study-support
course.

They ranged in age from 18 to 19 years.

Each of the students

was admitted to the u n iv e rs ity on academic probation through the
Martin Luther King Program (MLK).

As indicated e a rlie r, MLK students

enter the u n iv e rs ity with less than a 2.0 average in th e ir college
preparatory classes and ACT composite scores averaging 11.
Control Groups
The f i r s t control group consisted of seven students enrolled in
the same section of general psychology as the experimental group.

11
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These students belonged to the Martin Luther King Program and,
the refore , had GPA's comparable to the support group.

They were not

matched to the support group according to th e ir baseline quiz scores;
the experimenter simply monitored th e ir weekly quiz performances
throughout the semester.

The students in th is control group were not

p a rticip a n ts in the study-support course.

The age range of these

students was comparable to the experimental group (17-19 years).

The

students in th is control group heard the same lecture and received
the same m aterial as the experimental group.
The second control group consisted of 18 white students in
d iffe re n t sections of general psychology.
the study-support course.

They did not p a rtic ip a te in

This control group had baseline quiz scores

comparable to the experimental group.

There were no black students in

the other sections tha t met the performance c r it e r ia to be a part of
nonMLK control group.

None of the 18 students in the control group

belonged to the Martin Luther King Program, nor were they admitted on
academic probation.

The age range of these students was comparable to

the experimental group (17-19 years).

The students in th is control

group received the same m aterials and heard s im ila r lectures from
other in stru cto rs of general psychology.

The in s tru c to rs had a

meeting p rio r to th e ir lectures to make sure th a t the d e fin itio n s
given in the lectures were the same in each section and that specified
m aterial was covered in class fo r the upcoming quiz.
Setting
The study was conducted at Western Michigan U niversity,
Kalamazoo, Michigan.

The students in the support group met in a
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classroom divided in to fo u r sections when the students pulled th e ir
chairs together to form a c irc le in each corner of th is classroom.
There were two groups of fiv e and two groups of four students paired
o f f with one teaching assistant fo r each group.

At the fro n t of the

classroom was a table with four chairs, a course a ssista nt, and a
feedback coordinator who sat in fro n t of the room to monitor the time,
and to observe the teaching assistants' performance.
S ta ff Members
There were six s ta ff members of the study-support course.

Four

teaching assistants (TA's) were responsible fo r assessing the
students' conceptual master of course m aterial and fo r recording and
posting the students' d a ily performance.

Each of the six black,

undergraduate s ta ff members was exemplar in both the general
psychology course as well as the study-support course during a
previous semester.

Two o f the s ta ff members were enrolled in general

psychology and study-support the previous year, while the remaining
fo u r had been p a rticipa nts the previous semester.

Each o f the s ta ff

members belonged to the M artin Luther King Program.
ta n t (CA) monitored the performance of the TA's.

The course assis

The feedback

coordinator recorded and posted data on the TA's' performance le ve ls.
The contracting supervisor was in charge of coordinating the students'
con tracts.

Each of the s ta f f members received three hours of course

c re d it fo r the performance of th e ir duties.

They a ll received a grade

on a percentage basis with (A = 95% - 100% of task completed, BA = 90%
- 94%, e tc .) .
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Dependent Variables
The students were asked to give a s e lf-re p o rt of how many hours
per week they spent studying fo r general psychology before and a fte r
study-support began.

The experimenter wanted to evaluate whether

there was a re la tio n sh ip between increased studying and improved
grades on the weekly quizzes.
The experimenter measured the number of items correct on quizzes
in general psychology so comparison of weekly quiz scores before and
a fte r treatment could take place.

The weekly percentage of correct

items earned by each student a fte r oral re c ita tio n of flashcards in
the support course was compared w ith the percentage of correct items
on the weekly quizzes given in general psychology.

F in a lly , the

experimenter compared the fin a l course grades of the three groups.
Procedure
The in ve stig a tio n consisted o f three phases, each of which took
place across several weeks.

In each phase, the experimental measured

the weekly exam scores.
During phase one (b aseline ), the students were responsible fo r
attending general psychology lectures twice per week and fo r taking
weekly quizzes every th ir d class meeting.

The study-support course

did not meet during th is time.
A fte r the f i r s t four quizzes, the study-support condition began.
/
This condition consisted of the implementation of the one-credit-hour
study-support course.

During th is condition , the students had several
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requirements to complete and received points toward th e ir fin a l grade
in the study-support course based on th e ir performance of the
fo llo w in g tasks.
Study-Support Course Attendance (Phase I I )
The students were required to attend two 50-minute sessions per
week.

These sessions were held on Tuesday and Thursday from 11:00 to

11:50 a.m.

During the beginning o f the semester, the experimental

group was divided into four groups, and each group was assigned a
teaching assistant.

For the f i r s t fiv e minutes of the session the

students reviewed th e ir flashcards (index cards with the general
psychology quiz questions and answers on them).

Then, they took turns

re c itin g to a teaching assistant the answers to the assigned objec
tiv e s w ith in a predetermined amount of time (approximately eight to 12
objectives from the weekly o b jective sheet recited in two minutes).
Following the oral quiz, any student who recited a ll of the objectives
c o rre c tly w ith in the time lim it was able to leave class; a ll other
students were required to remain and review the objectives with the
teaching assistant before re c itin g the objectives fo r a second time.
Flashcard Completion
Students were required to submit a specified number (e ig ht to 12)
of flashcards (answered objectives on index cards) to the in s tru c to r
fo llo w in g each lecture on Monday.

The teaching assistants checked the

cards fo r incorrect or incomplete answers.

The correct answers were

placed on the cards with the inco rrect answers, and the cards were
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returned to the students during the next study-support course.

I f the

student submitted blank flashcards (unanswered o b jectives), points
were deducted from the student and no corrections were made.

However,

the TA made i t a point to discuss these objectives in class the next
day.
Inter-observer agreement checks were conducted by the experi
menter on teaching a ssista n ts' accuracy in correcting flashcards.

The

teaching assistants fo r self-management were responsible fo r checking
inco rrect answers on the students' flashcards and w ritin g the correct
answers on the card.

This was done to insure tha t the students

studied the correct answers.

Following the TA's duties, the experi

menter collected the cards and checked fo r the TA's accuracy.

The

TA's were unaware of the inter-observer r e li a b i l i t y checks.
The method of computing agreement percentages was as follow s:
(Agreement / (Agreement + Disagreement) x 100).
S ta ff Duties
Behavioral Contract Form
S ta ff members were responsible fo r f i l l i n g out behavioral
contract forms when a students' performance f e l l below 70% on weekly
quizzes or during the in-cla ss oral quizzes.

These forms specified

the time a student and a s ta f f member would meet to review the current
objectives fo r the upcoming quiz or the fo llo w in g week's objectives
fo r the next quiz.

The forms also specified the number of objectives

the student was to be quizzed over, points possible, and points earned
tha t contributed to th e ir ove rall grade in the support course.
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Ind ividua l Performance Sheets
The s ta ff members were required to record the d a ily number of
points earned by each student follo w in g the requirements of the
support course.

The purpose o f th is form was to show the a llo ca tio n

of points fo r each student.

Each week a student's performance sheet

was compared to the previous week's sheet to monitor whether or not an
improvement in academic performance was occurring.

The feedback

coordinator also f ille d out performance sheets on the teaching assis
ta n ts.

This form showed the a llo c a tio n of points fo r the teaching

assista nts' r e li a b i l it y of posting and recording scores, checking
flashcards, attendance, and the management of th e ir groups.
Graphs
Each s ta ff member was required to keep a graph fo r each student
in his group.

They were responsible fo r recording d a ily percentages

of th e ir students' performances in turning in flashcards, re c itin g
flashcards, and th e ir grade received on weekly exams in general
psychology.
Performance Contracting
There was an opportunity fo r the students to contract i f they
performed below 70% on th e ir weekly quizzes in general psychology.
The points they earned fo r th is contract would count toward th e ir
grade received in the study-support course.

This was done to decrease

the lik e lih o o d of the students performing below 70% the next week.

If

the students performed below 70% during oral re c ita tio n of the d a ily
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objectives during study-support, they had to re c ite the objectives fo r
that day over again.

Whenever students were absent from study-support

they had to re c ite any m aterial they missed w hile absent from class.
I f they chose not to re c ite any of the m aterial they had missed, they
would lose a ll o f the points fo r th a t missed day.
Contracts
Contracting was not required, but i t enabled the student to earn
up to h a lf o f the points previously lo s t fo r re c ita tio n .

The teaching

assistants would check the d a ily scores of each student.

I f on any

day a student's performance f e l l below 70%, the s ta ff member would
n o tify the student of the opportunity to contract.

The student

received a blank contracting form and was required to have i t f i l l e d
out by the contracting supervisor i f they desired to contract.

The

contracting supervisor made arrangements fo r the student to attend one
of the teaching assista nts' o ffic e hours.

The student would be

responsible fo r oral re c ita tio n of a specified number of objectives.
A ll contracts had to be completed w ith in 48 hours, except in the case
of low performance on weekly quizzes given on Friday in general
psychology.

In th is case, the students were able to request a

contract Tuesday of the next week.
Return to Baseline (Phase I I I )
Return to baseline began a fte r six quizzes were given in the
study-support phase.

A ll point contingencies fo r the one-credit-hour

study-support course were removed,. The students were s t i l l required
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to attend the general psychology course twice per week, and they were
required to take the weekly quiz given on Friday.

The study-support

course was s t i l l available to any student who wished to p a rtic ip a te ,
but there were no points lo s t fo r any student who did not p a rtic ip a te .
Therefore, the points the students had earned up to week 11 would be
the grade they would receive fo r the study-support course.
Experimental Design
This study used a reversal design (ABA) to evaluate whether
students' weekly quiz scores would improve upon implementation of
treatm ent.

The ABA, w ithin-group comparison design, was combined

with the between-group comparison.

The study-support students' quiz

scores were matched to the nonMLK control group quiz scores fo r
between-group comparison.
The study-support group took the support course, while neither
of the control groups enrolled in the support course.
control group had the opportunity to e n ro ll.

Only the MLK

Each group was respon

sib le fo r taking weekly quizzes in general psychology.
The duration of the f i r s t phase (baseline) fo r the support group
was four weeks.

However, the f i r s t quiz was not used because the

m aterial covered was not related to psychology.

For th is reason,

there were only three data points during baseline used.
of the study-support condition was s ix weeks.

The duration

Return to baseline be

gan immediately a fte r the study-support condition, and i t was in
e ffe c t fo r the remaining three weeks of the school semester.
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CHAPTER III
RESULTS
The mean weekly quiz score fo r each group during the 15-week
semester is presented in Table 2.

The quiz score fo r the study-

support group during the support course was 14.6.
group's average was 9.8.

The MLK control

This diffe ren ce was s t a t is t ic a lly s ig n if i

cant at the .05 level as measured by the two-sample analysis T -te s t.
There was no s ta tis tic a l d iffe re n c t between the MLK control group and
the study-support group during the f i r s t baseline.

The average weekly

quiz scores fo r the nonMLK control group was 14.1; however, th is
difference was not s ta t is t ic a lly s ig n ific a n t.
Table 2
The Average of the Weekly Quiz Score fo r A ll Groups During
Baseline, Study-Support, and Return to Baseline
Study-Support

MLK Control

NonMLK Control

Baseline

12.5

10.4

13.5

Study-Support

14.6

9.8

14.1

Return to Baseline

12.6

4.7

14.4

Group

During return to baseline, fiv e of the seven students in the MLK
control group had stopped taking weekly quizzes, although they con
tinued to be enrolled in the course.

This was one reason why there

2D
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was a rapid decrease in average quiz scores fo r th is group (see
Figure 1).

The average quiz score fo r the MLK control group was 13.3

in baseline, 13.4 during study-support, and 16.0 during return to
baseline fo r the remaining two students.
Figures 1 and 2 show the average quiz scores earned by the
study-support group and the MLK and nonMLK control groups, throughout
the study.

The performances are e s s e n tia lly the same fo r the study-

support group and the nonMLK control group during baseline, the studysupport course, and return to baseline.

On the other hand, there is a

d is tin c t difference between the study-support group and the MLK con
tr o l group follo w in g implementation of study-support.

The quiz scores

are s ig n ific a n tly higher and closer to the acceptable passing score of
15 points in the study-support group.
There was also a s ig n ific a n t diffe ren ce in the fin a l course
grades between the study-support group and the MLK control group at
the .05 le v e l.

The fin a l course grades between the study-support and

the nonMLK control group were comparable (see Figures 3 and 4 ).
An anonymous questionnaire was used to obtain the estimated
number of hours each student studied fo r the general psychology
course, excluding the time in the Psychology 194 classroom and, i f
enrolled , study-support classroom time.

This was given the week

before the study-support course started and three weeks follow ing
the implementation o f the study-support program.

Baseline data fo r

the number of hours the nonMLK control group studied was unavailable.
The estimated amount of time the study-support and the nonMLK control
group studied p rio r to the course was s im ila r.

A fte r the
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study-support course began, the estimated number of hours between the
nonMLK control and support-group were s im ila r, but the MLK control
group's study time had decreased (see Table 3).
Table 3
Average Number of Hours Spent Studying
Before and A fte r Study-Support

Group

Baseline

Study-Support

7.9

9.8

NonMLK Control

ND

8.5

MLK Control

7.2

6.9

Study Support

-
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CHAPTER IV
DISCUSSION
The experimenter collected data on the estimated number of hours
each student studied fo r the quiz p rio r to and immediately follo w in g
implementation of the study.
management was a problem.

This was done to evaluate whether time-

I f i t were the case tha t the number of

hours spent studying did not seem to be the problem, then the correc
ted flashcards from which the students studied would probably
increase th e ir performance on the weekly quizzes.

These two study-

s k ill d e ficie n cie s—time-management and studying the relevant
m a te ria l—were the primary focus of the study-support program.
The nonMLK control group consisted of students chosen from other
general psychology sections because they had earned comparable base
lin e quiz scores as those in the study-support group.

This control

group, labeled "nonMLK," consisted o f students with d iffe re n t high
school GPA's and ACT scores.

The MLK control group was not matched by

th e ir i n i t i a l baseline quiz scores.

They were simply other h ig h -ris k ,

black students enrolled in the general psychology course but not
enrolled in the study-support course.

These students were sim ila r to

the study-support group in th a t they were a ll admitted to the
u n iv e rs ity on academic probation and had comparable high school GPA's
as well as ACT scores (see Table 4).

26
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Table 4
Average ACT Scores and High School GPA'S
Study-Support Group vs. MLK and NonMLK Control Groups

Groups

Study-Support
MLK

Mean High School GPA
Mean ACT Score

MLK Control

NonMLK
Control

1.89

1.9

2.3

12.10

10.5

18.0

The students who enrolled in the study-support group chose to do
so, and the students in the MLK control group chose not to enroll in
the support course.

For th is reason the groups could be biased.

The

students in the nonMLK control group did not have the opportunity to
en ro ll in the study-support group.

Considering that the study-support

group performed be tter at a higher percentage than the MLK control
group during baseline as well as throughout the in te rve n tio n , i t
would seem tha t the study-support group was not responsible fo r the
s t a t is t ic a lly s ig n ific a n t differences between the two groups.

Because

the experimenter could not randomly assign the students to each group,
i t could be the case that less motivated students, or those not able
to estimate th e ir performance in colleg e-le vel courses, chose not to
e n ro ll in the study-support while more motivated students chose to
e n ro ll.

Because of the comparison w ith the nonMLK control group, i t

seems lik e ly tha t the study-support group would have done as well
w ithout the assistance of the study-support program.

The implementa

tio n of the study-support program came close to demonstrating that
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students who need academic assistance the most are least lik e ly to ask
fo r i t .
There are a number of reasons that th is program should have
worked.

One is th a t, in fa c t, the students sometimes turned in

unanswered questions or objectives with the inco rrect answers.
Because th e ir answers were corrected, i t is especially puzzling as to
why th is considerable support did not improve the students' p e rfo r
mance.

Nonetheless, although there is every reason to think that th is

program should have worked, there are no data to support these
reasons.

Therefore, i t is log ica l to assume that some m otivational

fa c to r must have made a substantial diffe ren ce between the two MLK
groups.

The lower grades received by the students in the study-

support group p rio r to entering college may have functioned as a
m otivating condition that made being in a course with no assistance an
aversive condition.
fo r extra help.

This may have evoked the response of signing up

Perhaps low grades received by the MLK control group

did not function as a m otivating condition and, therefore, they did
not emit the response of signing up fo r extra help (study-support).
But even without the support course, the more motivated students might
have studied more than the lower-motivated MLK control group and thus
have obtained th e ir higher grades anyway.
In fu tu re research, the experimenter should randomly assign
students to each group to ru le out m otivation as a contribu ting fac
to r .

But random assignment of th is sort seems un ethical.

Therefore,

the next experimenter might compare two types of support groups with
d iffe re n t support techniques functioning in each.

This would enable
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a ll students who wish extra help the opportunity to get i t , and i t
would also allow the experimenter to evaluate which of the two tre a t
ments is the most e ffe c tiv e .
Due to the incorporation of the nonMLK control group in the
present study, the re su lts suggest tha t there is a population of white
students whose performance is comparable to the performance o f highr is k , black students.

Therefore, I would agree w ith Gosman et al.

(1983) th a t programs designed fo r blacks may not be the correct
approach i f developed with the im p lica tio n tha t race causes the prob
lem.

However, one must take in to consideration th a t there is an

ove rall higher percentage o f blacks with academic d e fic ie n c ie s .

For

th is reason, u n iv e rs itie s should take special in te re s t in providing
the needed services fo r th is group of people who have been mistreated
in h is to ry to such a great extent th a t th is population tends to have
severe academic d e ficie n cie s.

However, i t is important to place only

the black students with those problems in to the program because other
blacks not in need of the program would be offended.

Also, i t would

be a waste of the u n iv e rs ity 's resources as well as the students'
time and money to be enrolled in a program th a t they do not need.
In the present study, the support program was designed to assist
any student who might have some problems with time-management or with
studying the relevant rather than the irre le v a n t m aterial fo r an exam.
Each of the students who p a rticip a te d in the study had such problems,
and they ju s t happened to be black.
For future research, the experimenter should focus on the prob
lems of the students rather than the problems of a race.

This may
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assist the experimenter in designing the program more s p e c ific a lly to
solve a problem rather than designing a program fo r a p a rtic u la r race
who may or may not have a v a rie ty of academic deficiencie s.
One general problem among students is that those who need help
the most are least lik e ly to ask fo r i t .

Because th is is generally

the case, the decision to get help or not to get help should not be
l e f t up to the student.

Most students are not a u th o ritie s on th e ir

own academic d e ficie n cie s.

U n ive rsitie s are competing with years of

lack of learning, and many students with academic deficiencies have
not been trained to use self-management s k ills .

Consequently, stu

dents without such s k ills are sometimes categorized as "lazy" or "not
serious students," when in a c tu a lity the student did not have the
opportunity to acquire the s k ills needed.

Students who in the past

have been to ld to get help or they would flu n k may not have received
any aversive consequences follo w in g the statement.

They continue to

pass or get promoted even i f some s k ill had not been acquired.

For

th is reason, the statement "flu n k in g " or receiving poor grades may not
have been paired with enough aversive consequences to exert any con
t r o l over the students' fu tu re behavior.

Therefore, researchers or

u n iv e rs itie s should fin d a way to require students to have mandatory
exposure to the much-needed services.

I t is a disservice to admit

students into a u n iv e rs ity re a liz in g th a t, without p a rtic u la r s k ills ,
the student would in e v ita b ly f a i l .

I t would be better to make i t

mandatory that the students acquire the s k ills needed to increase the
lik e lih o o d of passing th e ir courses.

This was attempted in the

/
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present study.

However, the students were not penalized i f they did

not sign up fo r the study-support program.
F in a lly , students least lik e ly to sign up fo r a support program
might be b e tte r subjects fo r the next experiment.

By admitting only

the students with academic d e ficiencie s in to the system, the experi
menter may have a higher lik e lih o o d o f determining whether or not the
support program is e ffe c tiv e in improving performance.

In other

words, i t is much more d i f f i c u l t to improve the performance of a "B"
student than th a t of an "A."

I t may be the case that i t is more

d i f f i c u l t to improve the performance of students whose performance
level and s k ill level have been estimated to be approximately "C"
average than tha t of a "B ."

Therefore, by having the underachievers

in a support program, it s effectiveness in improving performance may
b e tte r be shown.
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Individual Study Hours
Psychology 194
Section #
1.

How many hours do you study a week fo r Psychology 194, excluding
class time?

2.

I f in Psychology 397, how many hours do you study a week fo r
Psychology 194, excluding class time and practice sessions?
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Course Evaluation
Psychology 194 Course Evaluation
Section #
1.

What were the best features of the lecture sessions?

2.

What features should be change in the lecture?

3.

What were the best aspects of your in s tru c to r's performance?

4.

What aspects should be changed in your in s tru c to r's performance?

5.

What do you think of the M alott & Whaley text?

6.

What do you think of the packet o f readings?

7.

Did you make use of the 194 sta ff?
not?

8.

O verall, what were the best feratures in Psychology 194?

9.

General comments:

Yes

No

Why or why

A nticipated grade:
Number of hours you studied per week (outside o f class):
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Study-Support Attendance V e rific a tio n Sheet
TA's Name:_______________________
CA:
___________
Psychology 194/397 Study-Support
Study-Support Attendance V e rific a tio n
Date

Contract Due

Student Name_

Date Completed_

Time In

Time Out

Comments:

In the space below, w rite the accomplishments you plan to produce
during contracting w ith your teaching assistant.
Chapter Objectives:

Permanent Product:

Points Possible:

Points Earned:

S ta ff Signature
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Individual Grade Sheet - Psychology 194/397
Name

Week:

SSN

Mon Tue Wed Thu

T.A.

Wkly

Cum

Cum

Contract

Quiz

1/ 7-1711------------------------------------- -------------------------------------------------------------------------------------1/14-1/18
1/21-1/25
1/ 26- 2/ 1

”

----------------------

2/ 4 -2 / 8
2/11-2/15

m&mi------------ ~---------------------------------------------------------------------------2/25-3/ 1

”

37 4-57 8-------------------------------------------------------

1---------------------------------

3/ 11- 3/15---------------------------------------- --------------------------------- -----------------------------------------------3/18-3/22
3/15-3/23
4/ 1- 4/ 5—

—

---------- —

----------------------------------------------------------------------------------------

4 / 8-4/12
4/22-4/26
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To improve the p ro b a b ility of the students in the study-support
course passing the midterm and the fin a l exams given in general
psychology, the experimenter offered additional o u t-of-class help.
Because th is service was not offered during regular classroom periods,
an added incentive was introduced to make attending th is service more
desirable.

The students who attended the o u t-o f-cla ss session would

receive one of fiv e bonus points offered towards general psychology.
The students with the most answers correct during th is session would
receive three bonus points towards th e ir study-support course grade.
The midterm, more so than the other weekly quizzes given in
general psychology, was designed to see how well the students could
apply the concepts learned rather than ju s t memorizing the d e fin itio n
o f those concepts.

Below is the midterm given to a ll of the students

enrolled in the general psychology course.

An example of the midterm

was placed here to be tter describe the diffe ren ce between the regular
exams and the fin a l and midterm exams.

The midterm exam was given on

week fiv e .
Midterm Exam
PSY 194 - Winter 1986 - Midterm Exam
Name_______________________

Form A

SSN_________________ Sec

W rite the le tte r which corresponds to the best answer in the space
provided in the experiment. Please note th a t some answers may be used
more than once, and some answers not used at a l l . You may answer any
20 o f the questions you desire.
A.
B.
C.
D.
E.

Conditioned re in fo rc e r
Unconditioned re in fo rce r
Conditioned punisher
Unconditioned punisher
Antecedent

N.
0.
P.
Q.
R.

S atiatio n
Deprivation
Response (S)
Stimulus
Explanatory fic tio n
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F.
G.
H.
I.
0.
K.
L.
M.

Consequent
E xtin ctio n
Shaping
D iscrim inative stimulus
Warning stimulus
SW
SD
Law o f immediate re su lts

S.
T.
U.
V.
W.
X.
Y.
Z.

Independent
Dependent
Stimulus control
Operant
Operant
Respondent
Purposive
Fatique

You are conducting an experiment to tra in a ra t to make several
d iffe re n t responses in the presence of d iffe re n t s tim u li.

Such d i f 

fe re n tia l responding in the presence of d iffe re n t stimulus conditions
is known as (1)______.

F ir s t, you make sure that the ra t has not had

any water fo r 23 hours p rio r to the experiment.

The operation of not

allowing the ra t to have access to water is known as (2)______.

This

w ill increase the effectiveness of water as a (3) ______ and increase
the p ro b a b ility of any (4)

tha t has been followed by water.

The

sound of the dipper eventually becomes a(n) (5)______ fo r the response
th a t comes ju s t before i t , due to a pairing of tha t sound and the
presentation of water.

The f i r s t response you want to tra in is lever

pressing, but you notice tha t i t never occurs.

Thus, you begin using

procedure of (6)_____ to teach the ra t to press the lever.

This

involves giving water fo r responses, which more and more close ly
resemble lever pressing while using (7)______ fo r any other responses
which occur.

A fte r the ra t presses the lever c o n s is te n tly , you begin

to tra in i t to press when a red lig h t is on but not press the lever
when the lig h t is o ff .

You do th is by providing reinforcement fo r

lever pressing when the red lig h t is on and w ithholding reinforcement
fo r lever pressing when the red lig h t is o f f .

The sight of a dark

chamber ( i . e . , no lig h t on) is a (8)_____ fo r the response of lever
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pressing.

The sight of the red lig h t becomes a (9)

symbolized as (10)

, which is

fo r the response of lever pressing.

The

sigh t of the red lig h t and the dark chamber are both examples of
(11)

s tim u li.
In the next condition, you want to tra in the ra t to p u ll a chain

when a tone sounds and press the lever when the red lig h t is on.

You

provide water to the ra t immediately a fte r he approaches and then
p u lls the chain and withhold water when he does anything else.
Several minutes la te r, the ra t is p u llin g the chain co n siste n tly.
water functions as a (12)

fo r chain p u llin g .

The

A problem is then

encountered in tha t the ra t often presses the lever when the tone is
on, even though you do not provide reinforcement fo r pressing in the
presence of tones.

You decide to present a b r ie f e le c tric a l shock

whenever the ra t presses the lever when the tone is on, and continue
to give water fo r chain p u llin g in the presence of the tone.

A fte r a

few minutes of th is , the ra t stops pressing the lever when the tone
is on and only chain p u lls .
fo r lever pressing.

The b rie f e le c tric a l shock is a (13)_____

The sound of the tone is a (14)

fo r lever

pressing and is sometimes w ritte n as the symbol (15)______.

The sound

of the tone serves a d iffe re n t function fo r the response chain p u llin g
and is a (16)______.
(17)

s tim u li.

Both the shock and the water are examples of
You, being new at th is experimentation s tu ff,

continue working with the ra t fo r 2-1/2 hours and fin d tha t the r a t's
responding eventually slows way down and then stops.
two possible reasons fo r th is decrease.

You can think of

One possible explanation is

(18)_____ , which re su lts from repeated contact with a ce rta in
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(19 )

and decreases the effectiveness of stimulus as a

re in fo rc e r.

Another explanation fo r th is decrease in responding is

(20 )______ in which a decrease in responding is accompanied by a
decrease in overall a c tiv ity le v e l.

You have been measuring the num

ber of times the ra t presses the lever per minute, which is your
(21 )

va ria b le .

you are doing.

Your frie n d walks in the lab and asks you what

You explain that you are conducting an (22)_____

conditioning experiment and describe the procedures.
The experimenter designed a practice exam s im ila r to the midterm
and offered th a t to the students in the study-support course who
attended the special session.

Following it s completion, the students

counted o ff in to groups o f fo u r—a ll number ones in one group, a ll
number twos in another group, etc.

The experimenter then asked each

person of a group to answer one of the questions on the practice exam,
followed by an explanation o f why he/she thought that was the correct
answer.

Although the students were in groups, when asked a question

they had no help from the other students w ith in or outside the group
without losing the opportunity to receive a p o in t.
This service was offered two days before the midterm and two days
before the fin a l examination date.
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The students in the study-support course were required to review
th e ir flashcards fo r the f i r s t fiv e minutes of class.

Each student

had two opportunities to re c ite a ll of the flashcards fo r tha t day to
increase the lik e lih o o d th a t the student would receive a ll of his or
her points.
There were no data on the number of students who re cite d the
flashcards c o rre c tly the f i r s t time.

The experimenter estimated

approximately three of the 18 students in the study-support course
re g u la rly completed the requirements the f i r s t out of the two oppor
tu n itie s .
Table A shows the number of students that received over 90% during
each Tuesday and Thursday o f the study-support phase.

During seven of

the 12 days, over 50% o f the students performed over 90% in the studysupport course.

This number re fle c ts both the students who had to

take one as well as two of the opportunities to receive a ll of th e ir
points.
Table A
The D is trib u tio n o f Students Who Have Mastered Objectives
During the Study-Support Course
Class Periods:

Tuesday
Students
Students
Above 90% Below 90%

Thursday
Students
Students
Above 90% Below 90%

1.

11

7

9

9

2.

8

10

5

13

3.

10

8

13

5

4.

18

0

15

3

5.

12

6

9

9

6.

6

12

10

8

/
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Table B shows the average study-support weekly grades in
comparison to the average general psychology weekly quiz score.
During four of the six weeks that the study-support course was offered
over h a lf of the students received a higher score in the weekly studysupport course than on the general psychology quiz.

This data would

re fle c t any student who contracted th a t week to receive additional
points.

There are no re lia b le data to re fle c t the number of students

who contracted each week.
Table B
Comparison of Average Study Support/(P397) Weekly Scores
With the Average Weekly General Psychoiogy/(P194)
For the Same Students
Average
# o f Students w ith Study-Support
Average
Grades Higher Than General
P397
P194
Percentage
Percentage
Psychology Quiz Grades

1.

6/18

74%

78%

2.

10/18

75%

74%

3.

3/18

76%

84%

4.

16/18

78%

65%

5.

12/18

78%

70%

6.

12/18

77%

72%
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There was no s ta tis tic a l significance between the study-support
group and the MLK control group's average ACT or high school GPA
scores as compared by the tw o-factor analysis T -te s t.

On the other

hand, there was s ta tis tic a l significance at the .05 level between the
study-support group's ACT scores and high school GPA when compared to
the nonMLK control group.

Data suggest th a t the s k ill level of the

MLK control group was comparable to the study-support group, yet the
study-support group performed at a much higher le v e l.

Also, data sug

gest th a t the s k ill level was estimated to be much higher in the non
MLK group when compared to the study-support group, yet th e ir perform
ances were p ra c tic a lly the same.

Because o f the above data, the

experimenter suggests th a t th is proves tha t there was another variable
besides s k ill level th a t was the causal fa cto r to the study-support
group's out-performing the MLK control group.
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Table C
The D is trib u tio n (In Terms of R elative Frequency) o f
High School GPA's fo r Entering Freshmen at
Western Michigan U n iv e rs ity , F a ll, 1985
Grade Point Average

Regular Admissions
Black
White

MLK Admissions
MLK

3.50 - 4.00

.06

.18

.00

3.00 - 3.40

.23

.30

.00

2.50 - 2.90

.37

.30

.00

2.00 - 2.40

.31

.18

.43

1.76 - 1.99

.01

.00

.41

0.00 - 1.75

.00

.00

.15

No Data

.02

.02

.00

2.74

3.10

1.95

Mean GPA's

D. L. Morris (personal communication, September 16, 1986)
H. Bates (personal communication, September 12, 1986)
In each o f the three groups, the estimated s k ill le v e l, shown in
the average ACT score, was accurately representative of the students'
GPA in high school.

Because the GPA's of the MLK students are sig

n ific a n tly lower than the other two groups, they are viewed as "highr is k ," in terms of th e ir lik e lih o o d of success in college.
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Table D
The D is trib u tio n (In Terms o f R elative Frequency) of
ACT Scores fo r Entering Freshmen at
Western Michigan U n iv e rs ity , Fall 1985

32-27

.00

26-21

.06

20-15

MLk Admissions
MLK

.07

.00

.34

.01

.26

.27

.19

14-09

.29

.07

.65

08-03

.01

.14

02-00

.00

.00

oo
•

Regu1ar Admissions
Black
White

oO•

ACT Scores

No Data

.32

.23

.00

ACT Ranges

05-26

06-32

03-22

Average ACT Scores

14.48

•

22.18

11.13

D. L. Morris (personal communication, September 16, 1986)
H. Bates (personal communication, September 12, 1986)
I t has been well documented that the a t t r it io n rate is much
higher among black students than i t is among whites.

This difference

in a t t r it io n rates is even larger in in s titu tio n s tha t are predomin
a te ly white (Tracey & Sedlacek, 1985).

Shown in the above data (as is

often the case in other u n iv e rs itie s ), the students with the most
c r it ic a l academic d e fic its are m in o rity students.

Recognizing th is ,

researchers must be careful to focus th e ir service e ffo rts on varia
bles th a t w ill d ire c tly influence students' academic performance.
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